remains essentially the same: it is dual-focused -learning discipline-specific knowledge alongside the development of the target language without sacrificing any content and/or language learning objectives.
In other words, CLIL is all-encompassing: a pedagogical approach can be regarded as CLIL so long as (i) its underlying belief recognises that "second language content teachers are language teachers" (Met, 1998, p. 56) , and (ii) its practice of teaching academic content subjects carries the instructional goal of simultaneous enhancement of content and language, with an explicit attention to the academic language which helps convey academic concepts via "'languagesupportive' methodologies" (Marsh & Frigols, 2007, p. 34) . One should not mistake CLIL for "English as the medium of instruction" (EMI), another model and practice of bilingual education gaining popularity. EMI is defined as " [t] he use of the English language to teach academic subjects in countries or jurisdictions where the first language … of the majority of the population is not English" (Dearden, 2014, p. 2) . Unlike CLIL, EMI does not necessarily involve an overt focus on language (i.e., language scaffolding) in content teaching. In the more extreme scenarios, it might well be like a translated version of the teaching one would deliver in the mother tongue. Figure 1 below illustrates visually the relationships between EMI and CLIL in the simplest manner. Please note, however, that it is far from complete. When describing a content teaching methodology with an explicit attention to language, I personally prefer the label "CLIL" largely because the name itself is straightforward and precise, clearly spelling out the essence of the educational approach: content and language are integrated together as one entity and are taken care of in the learning/teaching process explicitly. The term is nothing fancy but down-to-earth; the meaning is so transparent that even someone not involved in the field (e.g., parents, school administrators and government officials) can still understand, albeit roughly, what the practice is about by just referring to the name.
Focus of the chapter
Although the fundamental concept of CLIL -teaching content subjects with and through another language -has been around for a few decades, only until recently has it regained momentum and attracted unprecedented widespread implementation in a variety of settings around the world. Quite a few studies reveal that putting CLIL into actual practice is indeed quite challenging (e.g., see Banegas, 2012; Pavón Vázquez & Rubio, 2010) ; in some educational contexts, one such challenge is related to the lack or unavailability of guidelines and/or teacher training regarding how to CLIL (e.g., Martyniuk, 2014; Söderlundh, 2013) . It is noted that many schools, especially in the last decade, "are eager to implement CLIL but do not have appropriately trained staff" (Georgiou, 2012, p. 500) . Some of the CLIL teachers I have worked Non-CLIL (without an explicit focus on language) . CLIL in Foreign Language Education: e-textbook for foreign language teachers.
Nitra: Constantine the Philosopher University. 282 s. with have also expressed similar views and identified insufficient CLIL training as a major obstacle hindering their daily CLIL teaching. Being content experts, they are familiar with the subject matter and the pedagogy of teaching content; yet, they have little knowledge of second language learning and teaching, such as language acquisition theories and processes, and teaching strategies which can be deployed to effectively and systematically incorporate language in their teaching. To teach disciplinary matter in a foreign language can be a challenge for some; to teach with and through another language is likely to be a struggle and torture for many, especially those who have never received any proper CLIL training. This is an unfortunate circumstance, for CLIL teacher training is considered to be critical to the success of any CLIL programmes (e.g. Coyle, 2009; Hillyard, 2011; Mehisto, 2008) ; failure to provide so is doomed to "failure" and poor execution of CLIL (Georgiou, 2012, p. 500) , contributing to "a 'lost generation' of young people's learning" (Coyle et al., 2010, p.161) .
As CLIL teacher training is of extreme importance when implementing CLIL, the issue outlined above cannot be overlooked. It might be less of a problem in contexts where there are a strong culture of collegial support and collaboration and resources available to organise professional development courses and workshops for CLIL teachers. However, in resourcelacking educational establishments where collaboration among colleagues is not commonplace, the impact can be far-reaching. It is in this type of situation which I have worked closely with some CLIL teachers. They have neither received any formal or proper CLIL training nor been given any support from the school and/or the education department; yet, they have been asked to do CLIL in their content-are subjects (e.g., history and biology). I feel there is an urgent need for a remedy and fundamental change, putting an end to this undesirable situation as soon as possible so that the dual-focused goal of CLIL can truly be accomplished. Therefore, some fundamental English language teaching (ELT) principles and techniques have been introduced and demonstrated to them in the hope of saving them from CLILphobia: the feeling of panic, struggle, frustration, inconfidence and insecurity when doing CLIL without any/much concrete support and guidance.
The aim of this chapter is to introduce readers, especially CLIL teachers working in similar situations described above or ELT teachers who need to collaborate with CLIL teachers, to some basic yet powerful ELT principles and techniques which have been proved rewarding to the CLIL teachers I have worked with. Through my observation and sharing from the CLIL teachers, merely knowing the content-teaching methodology does not lead to success in CLIL teaching, but an additional set of toolkits: second language teaching skills. They agree that CLIL requires unique pedagogical and scaffolding methodology to address the linguistic challenges students may face and incorporate language instruction into content teaching (see also Chadwick, 2012; Llinares, Morton, & Whittaker, 2012) . While it is possible for discipline-specific teachers to figure out and acquire the distinctive CLIL strategies while conducting and reflecting on their lessons, it is simply unrealistic to expect every one of them being able to do so automatically and promptly without any assistance.
It should be noted that the techniques covered in this chapter are by no means exhaustive, prescriptive and ground-breaking. Mainly, they hope to raise one's awareness of second language acquisition and learning, stimulate his/her thinking, discussion and reflection of his/her CLIL teaching, and familiarise himself/herself with some good language learning and teaching practices. It must be stressed, however, that these techniques are not ultimate replacement for well-structured professional CLIL teacher training for the long-term and healthy implementation of CLIL programmes; instead, they are intended to "quench one's thirst", that is, solving such problems as a lack of helpful guidelines, resources and proper training for CLIL practitioners for the short-term, at this transitional stage of massive CLIL implementation.
CLIL in Hong Kong
Before examining and discussing the fundamental ELT techniques for CLIL teachers, it may be worthwhile to understand the sociolinguistic situation and implementation of CLIL in the region where I have experimented with the strategies presented in this chapter -Hong Kong.
In Hong Kong, the vast majority of the population (nearly 90%) is ethnic Chinese and speaks Cantonese as their first language (Census and Statistics Department, 2012) . It is, therefore, hardly surprising that the mainstream media are dominated by written Chinese and spoken Cantonese despite the fact that English has been declared the official language for more than a century. When Hong Kong was a British colony, English enjoyed a prestigious status in domains like education, business, government and law (Luke & Richards, 1982) ; those who possessed a high command of English proficiency were highly valued and considered elites and upper-class (ibid). This situation remains largely the same even after China's resumption of Hong Kong's sovereignty more than a decade ago (Lin & Perez-Milans, 2012) .
There are broadly two types of secondary schools in Hong Kong: EMI schools and Chinesemedium (CMI) schools. Given the higher economic value and social status attached to English, many parents try their best to send their children to the former, regardless of their language proficiency and learning ability, in the hope that they can develop a higher English proficiency, thus a better prospect and competitive edge in the workplace, than the CMI counterparts. As a result, EMI schools are more preferred and highly sought-after (Li, 2002) whereas CMI schools are considered "second-class" (Morrison & Lui, 2000, p. 447) . Quite a few research studies, nevertheless, have consistently demonstrated that: (i) most students entering secondary schools have insufficient English to follow the curriculum (Butler, 2005) , (ii) low-ability students are best taught in their first language (Yu & Atkinson, 1988) , and (iii) "[t]o be educated in English, even for the best students, clearly involves some sacrifice in learning" (Choi, 2003, p. 679) . To satisfy the parental demands for EMI schools and societal needs for proficient English speakers for business and international communication while counteracting the negative consequences brought about by English-medium education, Education Bureau (the education department in Hong Kong) has introduced the educational initiative CLIL in recent years and encouraged its adoption in secondary schools.
Realising that each school has its unique circumstance and not every school has the capability and conditions to implement EMI or CLIL, the government has granted each secondary school the autonomy and flexibility to determine its school-based medium of instruction policy and whether or not to adopt CLIL when they decide to teach their content subjects in English (see Education Bureau, 2010) . Because of the highly flexible and dynamic nature of CLIL, diverse practices have emerged. For example, some schools may do CLIL in all content-area subjects while some in one or two selected subjects only (e.g., history and integrated science); some may CLIL one unit of one subject (e.g., water cycle in geography) each semester while some all subjects for a few weeks. Whatever CLIL realisation it is, the only requirement is that the students and teachers possess the capability to respectively learn and teach in, with and through a second language. Since CLIL arrangements may differ across schools or even within the same school, to be best of my knowledge, there have not been any official statistics documenting the situation and extent of CLIL implementation in Hong Kong. In spite of the active promotion of CLIL by Education Bureau since its introduction in Hong Kong, CLIL is still in its infancy. At this moment, unfortunately, CLIL does not seem to be widely well-received by teachers, especially the content teachers. Many do not see themselves having the responsibility to promote their students' language abilities nor feel confident and certain regarding how language can be integrated into their teaching instruction (Leung, 2013) 1 . Also, CLIL is largely confined to secondary school settings; it has not yet gained immense popularity among primary schools or post-secondary institutions.
Similar to many parts of the world, if a person wants to be an ELT teacher in a primary or secondary school in Hong Kong, under most circumstances, he/she is required to have undergone some vigorous pre-service ELT teacher training (e.g., CELTA, CertTESOL or Postgraduate Diploma of Education) before the commencement of any teaching duties. 2 In addition, quite unique to Hong Kong, English teachers are required to meet the Language Proficiency Requirement set forth by Education Bureau (see Education Bureau, 2015) , demonstrating that their English proficiency has attained a certain level appropriate for language teaching. This benchmark criterion, however, applies only to language teachers. Nonlanguage teachers teaching content subjects in English, on the contrary, are not required to meet a similar requirement to certify that their English is up to standard. So long as their IELTS Academic score reaches Band 6 (Competent User) or above, they are regarded as meeting the requirement for conducting English-medium teaching, possessing the ability "to communicate the subject content to students intelligibly in English" without any "adverse impact on students' acquisition of the English language" (Education Commission, 2005, p. 108) . Content teachers in Hong Kong are also required to undergo teacher training before becoming registered or licensed teachers. However, the content of the programme mainly centres around curriculum design, pedagogical content knowledge and educational psychology; when compared with the training offered to language teachers, practical teaching techniques and strategies seem to play a subsidiary role only, not to mention how to deliver content lessons in a foreign language effectively and successfully. Thus, it is not uncommon for content teachers to feel that they are not well-prepared for the everyday learning and teaching in an EMI or CLIL classroom.
CLIL-applicable fundamental ELT techniques
To rectify and mitigate this undesirable situation and truly realise the dual-focused goal of CLIL, CLIL teachers' methodological repertoire needs to be expanded by the inclusion of some basic, hands-on and easy-to-apply language teaching strategies so as to provide linguistic scaffolding to their students while carrying out their daily CLIL teaching. These strategies are familiar to essentially every ELT teacher as they are those common techniques ELT practitioners frequently and regularly employ. Similarly, if ELT teachers need to establish a working relationship with CLIL teachers, the strategies introduced here may give them some direction regarding what assistance may deem valuable, after considering the needs of their colleagues and students.
One common and effective way of structuring an ELT lesson is to divide it into three stages: pre, while and post: that is, what the teacher do before, during and after introducing the core content. All these three stages should not be ignored and must be present in every successful lesson, for each stage performs its unique functions (see Harmer, 2007) . The techniques presented in this chapter will also be organised and discussed a similar fashion (except the postlesson phase) for easy reference, for a CLIL lesson can conveniently be structured in the same way too. However, from my and co-workers' experience, properly attending to language in the first two stages seems to be sufficient enough and more effective, the last stage will therefore not be discussed in this chapter.
A. Pre-lesson
Very often, for reasons such as to save time and increase the lesson pace, this stage is absent from the lessons delivered by inexperienced CLIL teachers. However, the success of a CLIL lesson depends highly on this due to the fact that this pre-lesson stage serves three major purposes: first, it aims to arouse students' interest in what they are going to learn; second, it helps prepare and orient students (psychologically) to what is coming; and third, drawing on students' previous experience and background knowledge, the carefully-designed activities carried out during this stage help teachers assess how much their students know and do not know about the topic. It is, thus, of vital importance to give some thoughts as to how students' schemata can be activated and an affective learning environment fostered so that learners can feel safe when taking risks and participate as freely as they want. Two common strategies are often associated with this stage: (1) use of realia and multimedia resources (e.g., videos, images, sounds and graphs), and (2) creation of a scenario for inductive inquiry.
(1) Realia and multimedia resources Realia are real-life objects used in classroom instruction which provide students with immediate understanding of what a particular item is. They are useful in building students' key vocabulary of a wide range of topics such as apparatus (e.g., test tube, tripod and forceps) and different types of materials (e.g., leather, canvas and suede). Once they can see or even touch the object, they are likely to remember it more vividly when it is mentioned or discussed during the while-teaching phase.
Multimedia resources are similar to realia in that CLIL teachers can use them to pre-teach key vocabulary in an efficient manner. What is more, using the resources as a stimulus, teachers can generate some discussion with their students or ask their students to discuss in small groups some related questions. Two examples from two different subjects are provided in Table 1 below as an illustration. According to my experience, it is often best to begin with students identifying the issue featured in the multimedia resources to ensure that everyone is certain of the issue under discussion. The second question may then tap directly into the students' life (e.g., asking for their previous and/or relevant experiences). From the third one onwards, the questions can be slightly more abstract and distant from the students' everyday life; questions requiring higher-order thinking are encouraged too. During the discussion, useful key terminology or expressions can be introduced and pre-taught in a contextualised manner.
Geography
Topic: Flooding (Video) Questions: 1.
What is the problem featured in the video? 2.
Have you ever encountered any flooding in your neighborhood? If so, share your experience with your group members. 3.
What are the possible causes of flooding? 4.
What areas on Earth are likely to suffer from flooding? Why? 5.
What can be done to prevent flooding from happening again?
Biology
Topic: Cloning (Picture) Questions: 1.
What is the issue featured on the magazine cover? 2.
Have you ever thought of cloning yourself? Would you like to do so? 3.
How is cloning possible? What process does it involve? 4.
Is cloning ethical? 5.
How may cloning contribute to an improvement in human life? Table 1 . Using videos for classroom discussion (2) Practical scenarios for inductive inquiry To bring varieties to classroom tasks and activities, another effective means of activating students' schemata is the creation of a practical scenario, whether fictional or non-fictional, for inductive inquiry. This, to some extent, is similar to the strategy outlined above, but the major difference lies in the additional process of inductive reasoning. Instead of teachers explaining the new theories and concepts, students are encouraged to work in small groups to discover the knowledge on their own. The scenario will require students to draw on their background knowledge, daily experience and/or current understanding of the subject matter and share their thoughts regarding to the problem presented to them, and explain and justify their reasoning. 
Physics
Topic: Gravity Scenario: Two objects (one heavier and one lighter) are released from the roof of a building at the same time at the same height. Does the heavier object fall faster than the lighter object, or vice versa? Click here for an illustration.
Economics
Topic: Price elasticity of demand Scenario: You are a meat lover. You cannot live without having meat for lunch and dinner. You are aware that from next week onwards, the price of pork will be raised. What would you do if the price of pork were increased by: (1) 2%? (2) 5%? (3) 10%? (4) 30%? (5) 50%? Table 2 . Practical scenarios for inductive inquiry These tasks are student-centered and communicative. Students are engaged in authentic language use when expressing their thoughts. Their job is to make an educated guess and explain their reasoning based on what they know about the topic. When students are explaining their answers, teachers can assess how familiar they are with the concepts, and provide them with the necessary language support, for instance, how to express cause-and-effect relationship (e.g., because of air resistance). This kind of task not only hones and stretches students' creativity and critical thinking, but also develops their ability to express a wide range of language functions (e.g., comparing, contrasting and describing hypothetical scenarios).
B. While-lesson
While-lesson stage is the core part where CLIL learning and teaching take place, and usually takes up the majority of the class time. Before proceeding to this main phase, it is important to ensure that students have sufficient "warm-up" in the pre-lesson stage (e.g., activated their schemata, learned some basic content-specific vocabulary and developed the necessary background knowledge for content comprehension). In other words, students should be ready for taking in new information regarding the subject matter. When presenting or co-constructing content knowledge together with students, CLIL teachers may make use of the teaching methodology they are familiar and comfortable with (e.g., direct teaching, demonstration, cooperative learning and guided discovery). While content knowledge is explicitly taught and dealt with, in well-delivered CLIL lessons, the academic language which is used to express the complex and abstract academic ideas and concepts should also be focused on simultaneously. This can be done using a host of strategies, such as tabulation and think-pair-share.
(1) Tabulation To enable students to notice the language form of some frequently-occurring language functions (e.g., causal relationships), teachers can make use of tables to systematically and visually tabulate the sentence pattern and then highlight the different components present and their corresponding role in the sentence structure. These, however, require a sufficient number of sample sentences so that the pattern is salient enough for learners to make a discovery and generate a "formula". Two examples are provided in Table 3 and Table 4 
Property or feature of an item (clause) , whereas
Property or feature of an opposite item (clause) Table 4 . Using whereas to show contrast From my experience, it is best to put the obligatory punctuation mark in a separate column as well to draw students' attention, so that they will have a higher chance of remembering it when constructing their own sentences. If it is not made explicit, it is probable that the punctuation mark may well be overlooked. Another point to note concerns the row shaded in grey. It is essential in helping students decode, process and memorise the sentence structure. Students need to consciously know the constituents making up that type of sentence. When identifying the different components, it is recommended that metalanguage (e.g., grammatical terminology) be avoided.
(2) Bloom's taxonomy Another useful set of toolkit is Bloom's Taxonomy, which classifies questions into six different levels: remembering, understanding, applying, analysing, evaluating and creating (Krathwohl, 2002) . The first three require a lower level of cognitive processing, whereas the last three require a higher level. The questions belonging to the former typically tap into students' ability to recognise what is known and deal with factual information (i.e., lower-order thinking skills). In contrast, the questions belonging to the latter concern students' ability to produce something new and handle complex ideas and arguments (i.e., higher-order thinking skills) (click here for more details of the six different levels). In a CLIL lesson, ideally, there should be a range of question types which involve thinking processes of various depths. Bloom's Taxonomy, therefore, provides a systematic framework for CLIL teachers to design and plan their questions. It should be noted that these different types of questions are not only limited to the written assignments and assessment questions, but also day-to-day teacher questioning in the classroom. Table 5 and Table 6 Having these different levels of questions in mind, CLIL teachers can better cater for learning diversity. If, for example, a student has not been performing very well, without the help of any peers, the teacher may just want to ask him/her a lower-level question instead of a question that requires his/her ability to analyse, evaluate or even create. Not only do higher-level questions require more complex cognitive processing in terms of content and logic, but also demand more sophisticated language use to express those complex thoughts. For instance, when asked to imagine what would happen if gravity suddenly disappeared, a student should have a good command of Type 2 conditional sentences and comparative structures in order to convey his/her message clearly. To scaffold students to answer higher-level questions, it is important that CLIL teachers consider well in advance the necessary language (vocabulary and sentence patterns) involved in the answers.
(3) Think-pair-share In a CLIL lesson, language plays a pivotal role. Without an attention to language, little real learning will take place. In other words, both the teacher and students need to actively involve in the use of language. In a context where the majority of students remain silent when asked a question, either because they lack confidence to express their views or because they indeed do not know the answers, the think-pair-share strategy is of tremendous help. This gives students an opportunity to interact with a partner or in small groups to come up with the answer to the question, promoting peer interaction, peer learning and an authentic use of language for communicative purposes. This is extremely easy to set up and implement. After asking a question, be it a lower-level or higher-level question, allow every student a minute or two to quietly and individually think of some basic phrases and/or preliminary ideas. If the question is rather complicated, ask the students to jot down their thoughts on a piece of paper. When most of them seem ready, tell the students to share, compare and discuss their ideas with their classmate(s). Sufficient time should be given to this stage so that it encourages negotiation of and for meaning to take place, which is crucial for the development and acquisition of a second language (Ellis, 1997) . While the students are having their discussion, the teacher should visit each group and observe whether or not any assistance in terms of content and language should be offered. When the answers of every pair/group have taken shape, the teacher can then do a whole-class sharing of
